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"What is Equity?" can
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address equity related issues that surface in standards-based reform
mathematics classrooms. Issues of teacher and student learning are also
addressed along with discussions around specific equity issues that
participants face in their school and classroom environments. The beginning
of the session asks participants to reflect on their own experiences in math
class and to relate this to the experiences that their students face in
reform-based mathematics classrooms. Then, they will consider specific equity
igssues that arise and brainstorm ways to work through these issues. A
discussion around notions of equity and equality will follow. Finally,
participants will be asked to create a plan of action and identify people
with whom they will share their thinking and questions. Blackline masters,
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What is equity?
L. A look into a reform math classroom

This session is intended to address equity related issues that surface in standards
based reform mathematics classrooms. Issues of teacher and student learning are
also addressed along with discussions around specific equity issues that
participants face in their school and classroom environments. This session is-
intended to be used with a wide range of audiences - teachers, staff developers,
administrators and district leaders. This session is intended to be 2 hours in
length.

(Note: in this workshop, standards based reform (or reform) is used to describe
classrooms and methodologies that utilize an inquiry based approach to teaching and
learning. The standards referred to are the National Council of Teachers of Mathematics
(NCTM) Principles and Standards for School Mathematics (2000).

The beginning of the session asks participants to reflect on their own experiences
in math class and to relate this to the experiences that their students face in
reform-based mathematics classrooms. Then, they will consider specific equity
issues that arise and brainstorm ways to work through these issues. A
discussion around notions of equity and equality will follow. Finally,
participants will be asked to create a plan of action and identify people with
whom they will share their thinking and questions.

This session will help participants think of the particular nuances inherent in
classrooms using math reform curricula, identify equity issues to explore and
develop ways of bringing other people into the conversation.

Preparing for the session:

Become familiar with the following parts of the workshop session:
Transparency 1: Opening quote from Robert Moses

Transparency 2: Definitions of Equity and Equality

Transparency 3: Equity questions for small group work
Transparency 4: Closing questions

Read:

“Conceptions of Equity” by Walter Secada

“The Equity Principal” (NCTM 2000)

“Uncovering Bias in the Classroom: A Personal Journey.” By Maryann Wickett
“Creating New Inequalities Contradictions to Reform” by Linda McNeil

U.S. DEPARTMENT OF EDUCATION
Office of Educati Research and Impr
EDUCATIONAL RESOURCES INFORMATION
4 : CENTER (ERIC)
This document has been reproduced as
. tved from the person or organization

| PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS
BEEN GRANTED BY

‘ k._Lozm;nY

: TO THE EDUCATIONAL RESOUF‘G&S
U INFORMATION CENTER (ERIC)

©Copyright 2001, TERC, Inc. All rights reserved
BEST COPY AVAILABLE

{

! originating it.

‘ O Minor changes have been made to
! improve reproduction quality.
{

®  Points of view or opinions stated in this
document do not necessarily represent

2 & official OERI position or policy.




Weaving Gender Equity into Math Reform 2

Make copies of the following:

Handout 1: Definitions of Equity and Equality

Handout 2: Conceptions of Equity (optional)

Handout 3: Equity questions for small group work

Handout 4: Uncovering Bias in the Classroom: A Personal Journey by Maryann
' Wickett

Handout 5:  (optional) Creating New Inequalities (Contradictions of Reform) by

Linda McNeil
Handout 6: Equity Principle, NCTM 2000

Activity 1: Introduction and context for talking about equity (20 min.)
Show the following quote on transparency 1:

“In today’s world, economic access and full citizenship depend crucially on math
and science literacy.”

-Robert Moses, Algebra Project. Bob Moses Empowers Students, New York Times,
Education Life. January 2001

The goal of this session is to think together about ways to develop the
mathematics and science literacy of all students. Bob Moses, a longtime civil
rights worker and founder of the nationally acclaimed Algebra Project often
frames this topic by stressing that “mathematics is the new civil rights prize”.

The standards based reform movement was formed because of the disparities
and educational chasms that exist between wealthy and poor schools, urban and
suburban schools. Researchers, teachers and educational leaders decided to focus
on the content of mathematics instruction and not simply rote procedures that
leave many students unable to make connections between mathematical
relationships.

When you reflect on who typically did well in more traditional classrooms, it
was usually the student who was great at memorizing facts. Often it did not have
much to do with whether students understood the mathematics or not. In
American schools, students who continue to do the best are by-in-large White
males from high socio-economic families to the exclusion of girls, people of color
and students from lower socio-economic families.

Together we will explore the notion of how working in more reform-based ways
can help “level the playing field” for all students, particularly those from low
socio-economic families, students whose first language is not English, girls and
children of color. By looking closely the equity issues inherent in mathematics
education and the ways in which reform math curricula address many of these
issues, we can stem the "rising tide of mediocrity" identified in A Nation at Risk:

©Copyright 2001, TERC, Inc. All rights reserved 2
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The Imperative for Educational Reform (National Commission on Excellence in
Education, 1983) and later revised in A Nation Still at Risk (1998).

In order to begin thinking about equity issues in reform-based mathematics
classrooms, I would like for you to think about what math class was like for you
as a student in elementary school.

(Note: This reflection does not have to be tied to a particular grade. If asked, tell
participants to think about when they were the age of the students currently in their
class.)

Offer participants a chance to jot down a few notes or to reflect quietly before
beginning the discussion. As participants share their reflections, record their
thinking on a transparency or chart paper that has been divided into two
columns, as below.

After recording and discussing the characteristics of math class when
participants were students on the “own experiences” side of the chart, ask them
what math class is like for their students. In essence, what are the characteristics
of their own classrooms? This feedback is then recorded on the “students’
experiences” side of the chart. (Save and post this chart for use in subsequent
activities.)

Here is a sample:

Own Experiences Students’ Experiences

Students sitting in rows tables or desks arranged in clusters or moved
to clusters when working on an activity

One right answer multiple strategies and solutions to problems

Teacher in the front of the room| teacher walking around working with students
individually and in groups

Students going to the board to | students working with manipulatives and

work on a problem while the sharing strategies and solutions in cooperative
other students looked on groups
quiet classroom with noise level varies with activities
students working
independently
©Copyright 2001, TERC, Inc. All rights reserved 3
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red marks for solving students sharing strategies and defending
problems in a different their thinking

way than prescribed by the

teacher

hoping that I wouldn’t get mistakes are valued and part of the culture

called on because I didn’t know| of learning in the class
how to do the problem and
would be embarrassed

Iloved it because I knew students understand procedures and context
how to do the right of problems

procedures

math was boring students are excited to do math

After the chart is completed, begin a conversation focusing on the similarities
and differences on either side of the chart.

Let’s look at both sides of the chart and think about how equity and access is
promoted or impeded for students. Are there any major areas of difference that
stand out? How do the “newer” ways of working (i.e. reform based) address
issues of equity in your classrooms?

At this point, participants usually bring up issues from the list such as:

e Math class seemed to be more equitable (in my own experience) since
everyone was doing the same thing at the same time.

o It seemed equitable that everyone had an equal chance of getting the right
answer when I was in school but I always solved the problem in a different
way than the teacher and other students. My strategy wasn’t “right” and I
was marked down because of it. Today’s students have more access because
there are different approaches that are valued.

e In my own classroom, students work in cooperative groups, which helps
them, explain their strategies to each other.

Activity 2: Equity vs. Equality (30 min.)

We have shared our experiences through several scenarios illustrating
differences in traditional and reform-based classrooms. There are two words
frequently used when talking about both models: “equity” and “equality”.

Oftentimes we think of these two things (equality and equity) as being the same.
Yet there are differences in what they mean and in the implications each has for

©Copyright 2001, TERC, Inc. All rights reserved
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classrooms. Let’s look at definitions of equality and equity in the context of our
previous discussion.

(Note: these are only two definitions. Researchers themselves don’t even agree on a single
definition.)

L

Hand out definition of equality and equity sheet and put on the overhead
projector. Transparency 2, Handout 1.

e Equality means treating all students the same. Examples of this are: (1) Same
required courses; (2) Same assignments; (3) Same assessment criteria; (4)
Same amount of teacher time spent for each student.

e Equity means treating students fairly by taking into account differences.
Examples of this are: (1) Different ways to demonstrate mastery; (2) Tailoring
instruction to students’ various learning styles; (3) Varying teacher time and
help depending on students’ needs; (4) Providing bilingual curriculum
materials to students whose first language is not English.

Have a brief discussion around the ideas of equity and equality and point out
that participants will have an opportunity to think about it more during the next
activity. Relate the two concepts back to the “then and now” list. Talk about how
traditional classrooms tend to focus more on equality, while standards-based
classrooms tend to focus on equity.

Optional-if time permits

Note: If you do not have time to conduct the entire workshop, omit this activity. At the
end of the workshop session hand out Conceptions of Equity by Walter Secada.
(Handout 2)

Looking at classrooms in terms of equity and equality characteristics is one way
to approach the topic. There are other perspectives that you may want to
consider. Walter Secada, Professor of Curriculum and Instruction at the
University of Wisconsin-Madison has developed definitions of equity that are
worth investigating

Distribute copies of Conceptions of Equity (Handout 2) to participants. Give
them a few moments to read this document and then ask them to discuss the
following question at their tables:

e What do you see as the benefits or drawbacks to each of the conceptions?

After participants have had a chance to discuss the 6 definitions that Secada
illustrates move into the next activity. You do not need to conduct a whole group
discussion after this activity.

©Copyright 2001, TERC, Inc. All rights reserved 5
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Activity 3: Thinking about our classrooms (30-min.)

Secada (and others) have spent a great deal of time thinking and conducting
research regarding the benefits of math reform. Many of the characteristics of
reform math curricula were included in the NCTM Standards (2000) as a way to
get more students engaged in high quality mathematics learning. We have
already discussed our own experiences in math class and related this to our
students’ experiences in math class. We will look at the chart created in the first
activity in order to think more about specific equity issues relevant to your
classroom and school.

Look back at the chart from Activity 1. Sort the items on the chart into themes.
Participants will choose a theme they want to focus on and be grouped with
others who want to discuss the same theme.

Here are sample themes: Feel free to add others as they surface in the workshop.

e problem-solving strategies
-one right answer
-knowing procedures
-getting lower scores on tests because the problem was solved in an
unconventional way
-discussing multiple strategies in small group and with the whole class

e the role of the teacher
-the teacher moves around the classroom helping and checking in with
students
-the teacher typically had the answer “guess what the teacher is saying”
-the teacher is responsible for understanding math content and pedagogy

¢ classroom management/ climate
-students sitting in rows
-quiet classroom
-materials are accessible to students

e grouping of students
-students work in cooperative groups
-students typically worked alone

e assessment .
-getting graded on math tests
-portfolio assessment
-having students better understand their own mathematical progress
-correlating grades on report cards with ancedotal records and evaluation of
student work

©Copyright 2001, TERC, Inc. All rights reserved
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e classroom discourse
-students regularly discuss ideas and strategies with each other
-mathematical relationships are also explored in other curriculum areas
-not allowed to share answers or talk during math class

Try to keep grouEs to about 4 or 5 participants. Two or more groups can discuss
similar topics if the interest is there. Be sure that someone takes notes and is able
to report back to the whole group. Suggest that each group choose one item to
share with the large group and encourage the other workshop participants to
comment and give feedback to each presentation.

In your group, think about the equity issues related to your chosen topic. What
have your experiences been in establishing an equitable classroom in terms of
your topic? What are the benefits of working equitably? What's been a
challenge? How does the curriculum support equity in terms of your topic?

Show transparency 3 and then give each group a copy of the questions.
(Handout 3)

Note: Be sure to remind participants that everyone should have an opportunity to talk in
their small group. As a facilitator, it is important that you circulate between groups in
order to redirect them to the task of thinking about how the curriculum supports equity
regarding their group topic.

Activity 4: Share back (30 min)

Each group is going to share one of the equity issues related to the theme
discussed in the small group. As a large group, we will offer feedback and share
strategies around supporting an equitable classroom environment in math.

The discussion should go beyond looking at the lists that groups may have
created. Try to go in-depth on some of the equity issues and questions that
participants share. Use the group to facilitate the discussion rather than you (as
the workshop leader) dispensing information. Remind participants that they
should use each other to brainstorm solutions and to think more deeply about
the equity issues that come up.

Here is a sample discussion:
Report from group 1: “We talked about ways of grouping students. Most of us

group students according to ability level. That way we can give specific help to
the students that need it.”

©Copyright 2001, TERC, Inc. All rights reserved
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Workshop Leader (WL): “What about the rest of you? How do you group
students?”

Other people comment that they use cards to randomly assign students,
use a class list or have students pick their partners and groups.

WL: “It seems that different model (ways of grouping students) are used at
different times.” In thinking about grouping by ability levels-what equity issues
come to mind?

Participant: “ Well, if you don’t group by ability level then the gifted kids are
going to be bored.”

Participant: “Maybe. However, if you group homogeneously then students don’t
have the opportunity to hear about strategies that they may not have thought of.
I've seen kids at the higher end have their thinking stretched by student who
usually struggles in math.”

Participant: “I make sure to have an equal number of girls and boys in each
group so that it’s fair.”

WL: “We've heard a lot of strategies and reasons behind various ways of
grouping students. One person says that they group by ability and another makes
sure there is a gender balance and still others may assign students to random
groups. If the goal of reform-based instruction is to tailor instruction to each
student’s needs, how do each of these strategies support or limit this goal?

Participants comment.
In the above conversation, the workshop leader does not give an answer but

rather redirects the participants to further explore issues of equity related to the
topic.

Activity 5: Measuring change (10 min.)

We have only begun to scratch the surface in talking about equity issues in our
classrooms and schools. This session is coming to a close. Yet, I would like for
you to reflect on your ideas coming in and your ideas and questions as you leave.
For the next ten minutes or so, I would like for each of you to focus on the
following questions:

§ How does your thinking about equity manifest itself in your classroom?

§ What issues are you going to continue to investigate?

§ How and with whom are you going to continue work on equity and its’
relation to classroom pedagogy? (Plan at least one concrete next step, one
main question or concept that you will share with a colleague.)

©Copyright 2001, TERC, Inc. All rights reserved 8
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Write about these questions and develop a plan for sharing ideas (show these
questions- transparency 4)

When participants have finished freewriting, hand out Wickett article (Handout
4) as an example of what can happen when you start to look more closely at your
classroom. Also, at this time you can handout, Creating New Inequalities
(Handout 5-optional) and The Equity Principle -NCTM (Handout 6-optional)

This session can’t touch on all of the equity issues in standards-based classrooms.
It is meant to be a starting point (or a point along the continuum) for reflection
and discussion. Hopefully you will leave this session committed to the idea of
mathematics and mathematical literacy as a civil rights issue for all of the
students in your classroom.

Participants fill out evaluations.

©Copyright 2001, TERC, Inc. All rights reserved 9
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What is equity?
A look into a reform math classroom

Handouts and Transparencies

Transparency 1: Opening quote, Bob Moses
Transparency 2: Equity and Equality definitions
Transparency 3: Equity questions

Transparency 4: Closing questions

Handout 1: Equity and Equality definitions

Handout 2: Conceptions of Equity by Walter Secada (optional)

Handout 3: Equity questions for small group work and large group discussion
Handout 4: Uncovering Bias by Maryann Wickett

Handout 5: (optional) Creating New Inequalities, Contradictions of Reform by
Linda McNeil

Handout 6: (optional) Equity Principle, NCTM 2000

Read these for backeround information before the session begins:

Handout 2: Equity Principal (NCTM 2000)

Handout 3: Conceptions of Equity by Walter Secada

Handout 5: Uncovering Bias by Maryann Wickett

Handout 6: Creating New Inequalities Contradictions to Reform by Linda
McNeil

©Copyright 2001, TERC, Inc. All rights reserved 10
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What is equity?
A look into a reform math classroom
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Transparency 1

“In today’s world,
economic access and full
citizenship depend
crucially on math and
science literacy.”

-Robert Moses, Algebra Project. Bob Moses Empowers Students, New
York Times, Education Life. Jan.2001

©Copyright 2001, TERC, Inc. All rights reserved 12

ERIC 13




Weaving Gender Equity into Math Reform 13

Transparency 2
Handout 1

Definitions of Equality and [Equi

Equality refers to treating all students the same.

Same required courses
Same assignments
Same assessment criteria

]
]
]
e Same amount of teacher time spent for each student

Equity refers to treating students fairly by taking into
account differences.

o Different ways to demonstrate mastery

e Tailoring instruction to students’ various learning
styles

e Varying teacher time and help depending on
students’ needs

. Providing bilingual curriculum materials to
students whose first language is not English.

Adapted from Laboratory for Educational Improvement of the Northeast and
Islands (1995). Activity 2: Science and mathematics for all in Facilitating Systemic
Change in Science and Mathematics Education: A Toolkit for Professional Developers.
Andover, MA

©Copyright 2001, TERC, Inc. All rights reserved i 13
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Transparency 3
Handout 3

What have your experiences been in
establishing an equitable classroom in terms
of your topic?

What are the benefits of working equitably?

What's been a challenge?

How does the curriculum support equity in
terms of your topic?

©Copyright 2001, TERC, Inc. All rights reserved 14
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Transparency 4

How does your thinking about equity
manifest itself in your classroom?

What issues are you going to continue
to investigate?

How and with whom are you going to
continue work on equity and its’
relation to classroom pedagogy? (Plan at
least one concrete next step, one main
question or concept that you will share
with a colleague.)

©Copyright 2001, TERC, Inc. All rights reserved 15
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Uncovenng Blas in the CIassroom~A Personal Journey

Not in My Classroom

We hear about it often. The evxdence is. out there, boys have greatcr -
opportumty in mathemahcs (Amencan Assocnatlon of: Umvcrsxty Women'

© 1992). Teachers call’on- boys more: often than gxrls (Kaplan and: Aronson
- 1994; Amemcan Assocnatlon of Umvermty Women: 1992)« NOT IN'MY.

CLASSROOM... Ihoped" But, secretly-I had: wondered about this for

years. Are my. girls bemg cheated in: mathemahcs because of who I call

on and when?If glrls are bemg cheated; who else: is? Are my second
language students being treated’ eqmtably’ Why is it-that in my third/
fourth multigrade classroom my first year students (usually.third
graders) are-much more reluctant:to share their’ thmkmg than'my. fourth
graders (usually .my-second year: students)’? Is. it-really dueto the:age
difference or the comfortlevel. of the older cluldren with-me,oramI'
unaware of practxces Iuse thatare. systemahca]ly snlencmg these newer, -
younger students during class discussions? Have my behav:ors ‘hindered -
some while giving greater access to others?

 Searching for Honest: Answers

The message. I am about-to-share is an mtlmate look at myself and my
practices as I searched for honest answers to the above questions.. No oné
is born prejudiced. All forms of bias, from cxtreme bxgotry to-unaware

cultural biases, are acquired -actually 1mposed on. the young person

and are dysfunctional- (Weissglass, in press). To effccuvcly ‘become aware
of equity and .deal with it meanmgful]y, I'had to look deeply inside
myself to'understand how my own life cxperncnces have affccted my
biases and who T am. Asa participant. in the Equity in Mathematics
Education Project?, 1 had the- opportumty to do just this. I hstened as’
people shared their stories. I had the opportunity to share mine. Asa

“The Equity in Mathematics Ldur:auon Project is funded by the California Math ‘Project. Is goal is to_increase the
abilny of California educators to address equity mucs in mathematics education productively.




result of this sharing, I'began to discover how biases 1mposed on me
were affectmg my classroom practices. I discovered 1 had a voice and the
power:to'make changes as ] gamed deeper understandmg of myself My ..
passrvxty was no longer usefil. Using my:voiceby giving permission for .
some of my wntmgs tobe. pubhshed in a newsletter was' my first step.

As aresult of greater self understandmg, Tcould: change what needed to-
_be changed ‘Educational change must:be grounded in‘personal and -

concrete understandings (Wersslglass,,m,pr.ess), The focus of my self
refléction was to gain personal and cohc'refé insights enabling me to
becomea more effectrve teacher In this case, becoming a more-effective
teacher meant glvmg access, support ¢ and respect toall-students during
whole group class discussion. :

Gathering information about my classroom practices posed-a problem.

I had considered video taping as a means to find out what I was doing.
The problem was that I would know I'was bemg taped, consequently I
would be on my “best behavior”. I wanted information on what I was
doing subconsciously; day-to-day. Audio taping.and peer scripting of my

lessons.posed the same problems as video.taping. As.I pursued my: self
_-btudy, I found research‘that. contradlcted these beliefs. This research -

indicates that -even wheén one knows the caméra‘is on, video taping will
show many teachers umntenllonally but aystematrcally demonstrating
their biases (Kaplan and Aronson 1994) Despite this research I still had

my doubts.

Recording Class Discussions

As partof-class discﬁssion‘s,vl routinely record students’ responses on
_chart paper as the discussion progrésses. When'making these charts, 1

record the student’s contribution word for word-and put the student’s
name-after the contribution. (In the b_eginniri'g,fI: ask-students for their
permission to record their fhinking; It.'is'unc_lersftood that students always
have the right to revise their ideas or ask that their thinking not be
recorded.) I like 'to,-m‘alke a written recording of student’s contributions

o R
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for several reasons: writing student responses gives a context for model-
ing correct use of punctuation, capitalization and spelling; it helps

_students see the relatlonshxp between the spoken and the written word;

it gives students access through two modahtnes audltory and visual; it

' gives me a written record of student responses which I'can use for reflec-

tiorvafter the lesson; it allows students to read and reflect about previous
related experiences which helps them to make connections from ¢ one
activity to another; and most 1mportantly, it shows students I respect
their thmkmg, that is, their ideas are important cnough to be written
down. This respect encouragcs their thinking, often ata deeper level.

This practice of recordmg class discussions gave me the insight I needed

“about my unaware practices. Since I'had charts that covered several

weeks of discuvssions,il was able to use these charts to take an honest look
at the dynamics of Whole grodp discussions in my classroom. With this
information I would bedble to make sound conscious changcs in my
behavior that would improve my teaching by giving. greater opportunity
and respect to all students. -

What | Found

Here’s what I found: In almost all cases, I called on two boys first, then a
girl. Overall, I called on more girls (52% of the time and thé-élass was
50% girls), but the boys were given the first opportunity. In addition, I
also found that I tended: to'call on fourth graders beforé, third graders
and that second language students were often included towards the end
of discussions. I had fpuh‘d im‘expected patterns of bias. These practices
were upsetting. I'had thought that these things did not happen in my.
classroom yet the evidence was clearly recorded by me on nine charts of
student discussion covering several weeks.

Why was this happening? The boys I usually called on first were bright,
enthusiastic, verbal and wriggly. Their behavxor caught my attention and
I think I may have called on them partly to control behavior. I kriew

the others, the girls, the first year students and the second language

O
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children, would wait. I-also believed these boys had a lot to contribute
to the discussion. Sometimes their comments triggered the thinking of
other students. : :

Soon after my discovery, I asked the students about their perceptions.

‘1 asked them who they thought I called ‘on first. Their responses were

very interesting. In language arts, they felt I-called on girls first, but in
math, I called o_n’boys_'first. Their perception matched the reality
recorded on the class discussion charts in math. While disappointed with
myself, this new information provided an ideal opportunity to make
positive changes in the way I ran class discussions.

While the charts captured an important part of discourse in my class-
room, they didn’t capture everything. I was only recording the students’
responses, not who was .volunteering but not being called on, not my
questioning, my responses, my body language etc. This was not intended
to be a scientific study but rather a sharing of a. method I used to look -
at my own biases. I had enough information that I could make positive
changes yet not so much information that 1 felt overwhelmed and
defeated. The idea to use the class discussion charts to look at my

_behaviors came to me after I had done them, so I knew they represented

day-to-day practices for the few areas I was thinking about. Other pos-
sible sources of information I could have used might havebeen student
reflections on what happened in class including journal entries, group
projects, reflections, responses to such questions as “How did you feel
about your learning?” or “How do you feel about this discussion?” etc.

The Process of Recovery and Chahge

No one is born prejudiced. It is possible to recover one’s full humanness.
The recovery process is uncomfortable because we have numbed out the
pain we endured while acquiring the bias, but recovery is possible
(Weissglass, in press). By looking at my practices honestly and without
condemning myself, the process of recovery and change began. I was
able to remain open, freeing myself to try new ideas with my students’

O
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best interests in mmd Here are some changes: l’ve made-as.a result-of’
this process ‘

I now make a conscious effort to give all- chxldren equal opportumtles to
respond first and equally in. all-class.discussions. WHenever. p0551blc I

‘have visitors or my student- teachers: script class dlscussmns I-continue to
monitor myself through the- chartcd recordings.of class: dlscussxons

Before calling on.a ch11d I pauseto carefully consider who has been
heard and who is still wantmg to be heard. Not only does this pause help
me make better dec151ons about who to. call on, but.it also allows students
additional think time. ThlS addmonal thmk time gives students who
process more slowly an opportumty to: formulate thelr thoughts allow-

ing them greater access to discussions.

Besides making a consc1ous'ef£ortttO‘gwe all 'st:uq\ents_}equa1*‘opportunity :

and access to class discussion, I also consider the ‘t'ypcs of: qucstions Iask
all students. Because my goal is not only to gwe all students equity and
access to discussions but to help them'think as-deeply as: :possible about
their ideas, I'routinely ask queshons that require explanation or justifica- -
tion of their thinking. Students are encouraged to question or state thexr

‘agreement.or dlsagrecmcnt with. each other or me.

Using Dyads

The issue with second 1aznguage-students,ro'mainé a struggle for me.’
Their pattern of volunteering allows them access to the later part of the
discussion. I am honoring, this for now for two reasons: first, perhaps
they need to listen longer in order to process in a second language and
second, because I rarcly call on students unless they volunteer.1am a
person who rarely shares in large group discussions. The thought of
doing so paralyzes me with fear. To be singled-out when Ihaven’t-volun-

teered renders me speechless and: embarrassed. Even though Tam sdent

Lam listening and learning.from my peers. throughout the discussion.
The problem for me as a teacher-occurs when students don’t volunteer:
Because of who I am and my own anxieties, [ don tusua]ly force students‘

Q
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to participate by chlling on them. So, how do 1 encourage students? In an
attempt to draw in these students I now use dyads’ routinely. A dyad isa

‘structure in which chlldren are. palred ‘Each-receives-an equal amountof

time-to share whlle the other listens without mterruptmg (Wclssglass, in
‘press). This helps .l children. clarify their: thmkmg, thus bmldmg confi-
dence before sharing with the whole group: Dyads allow: everyone to
‘hsten carefully and to be heard by someone. Dyads occur before, after or
even during class dlscusswru> In'dyads,. skudents ‘may use their primary
, "language if they wish. This* not only. gives- all sludentb a voice;, but helps
all students clarify and dccpen thelr ‘thinking.

There is _another_ approach that_I have found helpful for encouraging
patticipation. When-I observe mathematically powerful thinking during
student worktime I ask the student'if he/she is willing to share his/her

“thinking later as part of the processing of the activity. This tells the child -

that his/her thinking:i is-valued before'sharing’ it-publicly. with the class
and buiilds confidence. If the child chooses not-to share, I ask permission
for me to share his/her lhmkmg, again valumg the chlld's thmkmg,
bulldmg confidence, yet rcspectmg hlb/ her decxslon

What I ve Observed

" A year has passed since'I started my reflection on these issues. The
changes I have observed in the dynamics of discussions in-my classroom
seem to warrant my- efforts. erls are-responding fxrst about half the
time, justifying their answers w1th confidence. They are willing to
question. They will state their ideas backing up their thinking with
sensible. arguments..

- Iam pleased with my. new group of first year students I have had th(.m
for just four.weeks. Durmg class discussions:in the first week, the
number of students volunteering was about five to seven. These
volunteers were mostly second year students, After four wéeks and
intensiveeffort on my part using the methods described, about 12-18
students out of 30 actively volunteer throughout discussions. These
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volunteers.include boys, girls, fiist year students, second year students
and a few second language students Scripting by observers and
recordmgs of class-discussions. support these’ observatlons When asked
recently; student percéption also supported thxs

 While my data is incomplete,. itis a ghmpse of what is gomg on with my
behaviors.. my. blases Recordmg class d1scussmns has given me a way to-
. see: thmga Iwasn’ 't seemg before*and to make better decisions. Race; classl

and gendér biasare serious issues. facmg us. socxety and education. that
are usually 1 not dlscussed Talkmg about then is necessary -not to lay
blame, but to: flgure out better ways of. educatmg our children:

_‘(Wexssglass, in- press) By understandmg rnyself and’ looking at'my
 biases openly and honestly, without self—condemnatlon, Lamtrying to-

figure out better' ways-to educate: children. I am g1vmg more students
respect and opportunities. T also know that thlS is }ust the begmmng of
my journey.

O
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HE ENDURING lcgacy of Ross Pcrot S school reforms in Texas is not
< mcrcly the slrengthcmng of bureaucratic controls at the expense of
‘teaching and-learning. It-is: also the cgmmatmg of a language of ac-
‘countabilily as ttie governing principlein: publlc ‘schools. Incipient in
the Pérot reforms was the shifting of control over public schooling away
from: “thc public™ and away from-the ;profession - and toward busi-
ness-contr ‘management accoumabxhty systems. These systems
‘ dized tests to. mcasurc thc quamy of lhe pcrfonnance

. ecisions- about studcnt lcammg, teacher and‘
“administrator, pracuce, and-even whole-school qunllly _ o
Tcachcrs know well'that: most reforms have a short life and- that “this too shall
k pass The spccxﬁc rulcs mdprcscnpuons enacted under the Pcrot reforms.did, in-

o UNDA M. McNEIL u' a pmfessor of educanon and co-director of the Center for Educa-
Jtion atRice Univergity, Houston. In.a three-part series in the Kappan in 1988, she document-
-ed the ways that'iop-down, controlling adininistrative practices undermine the sisbstance of
-schoolmg and the-credibility.thar school-supplied knowledge-holds for students. (See.the Jan-
uary, February. and -March® 1988 issues.) This drticleis adapted from her new book, Contra-
+dictions of School:Réform: Educational Costs of Standardized Testing (Rourledge, 2000}, the
first .ﬂudy to track smudardlzed reforms from their origins in the legislature to their control
“over curricula; macher behawors andsiydent acluew'menl To ‘order; phone 800/634- 7064
Ihcpr:celr$l995 ) .

" tlustration by Karen Stolper Reproduced with permission from JUNE 2000 729 -
~ Phi Delta Kappan : . )
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Students are drilled on such strategies as the
pep rally c/zeer‘ “Three ina row? No, No, No’ ”o

deed, pass. But: the msututxonallzmg of a,
-shiftn the locus:of: control:over cumcu-
“lum; teaching, and asséssmy '
" ganwithdie lchslatcd mforms

- has;moré: than' pcrsrstcd : ,

.. Asaresult; a very Ramow setofnumcr-' +15;2' g0

ical indicators (student scores.ofi slatcwrdc,f- L:anc
) -tests) has becornc the only languagc of cue=”

rency-in education’ policy in the state: Prin-:
crpals report that there: can be littlé dis-
cussion of childrén’s development ofcul-.

tural relevance, of children’s conmbuuons

to classroom lcnowlcdge and intel uons,

or of those engagings Sidebarex

-at the margins of- the. ofﬁcral curricultim
" wheére children-often do'thieir best

Accordmg to urban'principals; m;
supervisors. who tell'them- qmtc
Iy, “Don’t talk to me about any; thing:
until the TAAS. scores start.to’ ‘go-up.”

Teachcrs also repon that the'] margms'
~—.thosc spaces where evenin: hrghly pre-
scriptive school settings Lhcy havc always.

" been:able t6 “really.teach” —— ate shrink- - -
ing as the accountablhty system becoriies -

mcmasmg,ly stringent, with teacher and prin-.

cipal pay tied'to studént'scores: Undcr the -
Perot mfonns, teachers wete still sometimes
able to Juggle the official, prescnbcd and -

tested cumculum wuh ‘what they: wanted'

- their students-to learn? Evcn if they had.
toiteach two contradictory-lessons:ii order
to, ensure that Students. cncounlcred the

“real” information.(as well-as the test-based

facts); many tcachcrs managod todosoin

order that their. sludcnts ‘did riot lose out ..
~on a chance for a real’ cducatlon Undcr

TAAS, there are fewer.and fewer oppor—
tunities for authentic teaching.

A continued legacy, then,-of the Perot .

reforms.is that the testing-of studeénts in-
creasmgl y drivés curriculum: and compro-

. mises'bothi tcachmg andthe role of students
. in‘leaming; This" prescriptive tcachmg cre-

ates a new-forin of discrimination as teach--
ing to-the fragmented and narrow infor-
mation on thetést comes to substitutc for
a substantive curnculum in the schools of
poor and minority. youths, Dlsaggregaung
school-level scores by children's race ap-
pears to be an attempt to promote equity,
but the high stakes dttached to. the scores
have made many schools replace the reg-
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) vrdcd to: tl)osc in poor and mmomy schools

'Mandatmg a Noncurnculum
In, mmonty schools, in the urban school :

ular cumculum in minority studcnts class-»
-rooms: wrth tést rep. mate

\ -_'answcré and'lcammg to: rccogmze“'dls
-+ Aractor’™ (obvrously wrong) answers. Stu- -
- ‘dents are drilledon such. strateglcs asthe .

pep: irally. cheer “Three ina‘tow?No; No.

Not” (If; you have answered “b”.three times -
inarow, you know that atleast onc of those -

answers:s likely to bc wrong. becausc the
makcnof aitest would fiot be llkely 1o con-
struct thmc questions’in'a row with the same

answer mdlcator) The basis for such ad-’
vice comes fmm the publishers of: test-prep .
matcnale iany ‘of whori senid consulans'_:
into-schools —-fora substantial- price ==

o’ help plan pep rallies and'to. ‘mun" tcach-‘
g crs to-use the TAAS- prcp klts ’

Undcr the: Perot:era system:of teSt-dn

cn cumcula. the; observed. tuchers retais ed q
some dxscrchon over how 1o “teach” to ‘the. -
-tcst—bascd cumculum 'l'hcy could teach

the numbcred cumcularcontcnt itéms:(as

ignore the official; numbered curriculum

--and-hope t that their students wouild’ do wcll

on the tests by virtue of havmg Icamed

“from.the Tessons thic wicher had dcvelopod :
“OF they, could: try to Juggle the two:
‘important option when' they.saw that the
“test-based cumculum format so mvxalu,cd;"
and-fragmented course contcnt that-the
““knowledge” represented was 100-far re-
moved from.the curriculum the’ lcachch'

wauited (heir students to Iéam. The testing,

by having students select among provid-
ed responses, negated the teachers’ desires.
that their sludents construct meamng. that .
-they come to underst'mdmg‘; or that. 1hcy~,
conpect coursc content w:lh thcrr prlor-

ials that have: .~
i€ :subj ecis and:their students well; have much

‘_knowledgc

Teachcrs. even thosc who know . thcrr

titude whén: lhcu' pnncxpals purctiase,
‘prepmaterialstobeusédinlieu: of.

n: - thie'regular curriculum: The décisiot touse.
dito. - such! materials forces tedchers'to sef aside.
- their own'best: knowlcdgc ofitheir subject

in‘ordérto: dnll their; studcnts on informa-
tion whose: pmnary (oﬁcn sole) usefulncss

-« disiits likely.inclusion on'the test. A-partic-

“lag example. reveals not-ofily how test  prep’
‘diminishes, thie role of the teacher, but also
d ,how it-distal Ses:course. oontcnt from the
l - cultures:of the studénts.

- One tedcher, a gradualc ofan Ivy l.cague
university- with a- master’s dcgrcc from a
second;selective. college, had spent consid-

erable time and; pessonal money assembling

a rrch collcchon of historical and literary

-works of importance in Latino culture. Her
_ ‘building of this classroom resource collec-
tion for her hr'gh"school ‘students was ex-

(remely important giveén the school’s lack -
of a library. Her students mspondcd toher

-initiative with a real enthusiasm to study

andlearn. Upon returning from lunchone-.
day, ‘:hc was dismayed 1o s¢e that.the books

*fof her week slessons had been set aside. -

In the center of hcr desk was-a stackeof test-
prep booklcts with a. note> -saying, “Use
e_lnstcad ofiyour: regular curriculum
fterihe TAAS." The TAAS testdate
was’ llu'ce months -away: (Thc prep mate-

“rials were- covered with military camou-~
- flage: desxgns calling for* ‘war against the:

»(he district ducctcd themito do) ’Ihcy could- "TAAS? The compnny *sconsultants came'\

to:the. school in-camouflage géar to'do a-
TAAS: pep rally for the- studcnls ‘and fac-
ulty)

This ‘teacher’ reponed Lhat her prmcr-
pal, a'person dedicated‘to these students:-

~gn . pal

and to their need.to pass-the TAAS in or-
der to grziduatc; ‘had used almost the en-
tire year’s instructional budget-to purchase
these cxpensive materials. The cost-was

" imerely one problem. Iniside’ the practice. -

bookiets forthe “n:adxng “test were single-
page activilies, with:bricf nonsensc para-
graphs, followed by TAAS-type muluple-
choice questions: This:teacher’s students,
who-had becn-analyzing thie poctry of Gary.
‘Sote and-exploring the’ mmauon lhcmc in

Q

ERIC_-

Aruitoxt provided by Eic:




FRIC

Aruitoxt provided by Eic:

Bless Me, Uliima, had 1o set‘aside this‘in-
tellectual work 10 spend more than half of
every class period working through the
TAAS-prep booklet, This is not-an isolated

hoxror story. Ttisa case all tooreprésenta-’

moré substituting of test- bascd programs

"for-a scrious: <curriculum,

tve of the dnspldccment of curriculum:in -

the name of raising bulldmg-lcvcl test scores
in minority schools. ..

The imposition throughout the enlnre
school of TAAS-prep as a substitute cur-

.nculum recast the role of teachers; mak-.

ing theminto people who'need outsxde con-

suliants o tell them ways.to raise test scores

(and to- “pep them: up”) That these: com
mcmml materials:were: 1mposed preclud,

ed resistance on-the teachers® “part. It dlso
made it dlfﬁcult for teachers’to make ac-

.commodations at the margins, to try o thd .

onto the more substantive curriculum and
cuttural connections. essential to real learn-
<y
Whentheir students’ feaming is repre-
sented by the narrow:indicators of a test
like the TAAS, teachers lose the capacity
o bnng into’the discussion of the school

. program their’ knowlcdgc of what children

-are learning, Test scorés generated by cen-
tralized lestmg systems likc the TAAS —
“and by test- prep matenals mmcd at pro-

ducmg better'scores —- are not reliable in- -

dicatorsof learning. It is here where the
effects on low-performing- studcmq par-
ticularly minority students, begin to skew
the possibilities for their access'to-a ncher
education.

Atthe school whoqc pnncxpal had pur-

* chased the high-priced test-prep materials .. i

-and at other Latino schools where TAAS-

prep is replacing the curriculum, teachers.

report that, even though-many more stu- .
dents are passing TAAS’ “readmg" tests, .

few of their students are actual readers. Few
of them can use readmg for: dssxgnments
in other classes; few choose to read-or to
share books with their friends. In schools
where TAAS reading scores are going up,
by whatever means, there'is little or no will
to address.this gap. Firsl, so much public-
. ity surrounds the rising scores — and the
-, principals’ job security. and supennlcndcms

bonuses are contingent on-that rise — that
the problem of nonreaders is swept under
the rug. Second, with the problemhidden,

there can'be no leverage to add the neces-

“¢an Am

Advocates of TAAS:sometimes argue,

“that being able‘to pass the readin skills -
“section;of TAAS is better than‘not bcmg:'

able to rcad at: all Howcver, teachers are

reporting that the kind :of test_prep frc-

quently don to raise: test scores may acs

dents: reportthat in'the: test-prep drills and:
on the TAAS xeadmg section, they. ﬁequen

Ty mark answers: withou readmg the sam- - “Whe
‘.ple of text’ they merely miatch'key words'“
inthe:answer choice, wxlh key words'in‘the-
‘text, And eleméntary: teachcr.\, note that §0 -

‘many'months of: “readmg" the practice sam-

-ples: and answeriiig mulﬂple-choxce ques--

tions on them undermines their. students’
ability-to read suistained passages of sever-

.al pages: The reading ‘samplcs are matérial
the studénts are meant 1o forget.the minute -

they mark their answers; at all grade lev-

-els this read-and-forget activity is using up

the school year with a noncurriculum.
T_hat thisi is happening chiefly in Afri-

1 American and Latino schidols means:

that the:gap between what these childrén

'lcarn nd what the children in'nor-test-
prep — usually middle-class and white —
schools learn:is ‘widening cven more dra- -
-matlcally The subjects not yet tested (sci-
ence, arts, social studies) arc-also aﬂ‘ected“

as teachers.in “historically low- performuu,

schools (minority, poor) are increasingly -
‘requlred to stop teaching those subjects

inorder touse classtime to drill for TAAS
malh or. reading — not to teach readmg,
but to drill for reading or: grammar sections
of the TAAS: As: ‘Angela Valenzuela has
noted, under this system therc is-a grow-

mg, -cumulative defi cit separating.- -minor-

ity students from'the educnuon being pro-

.vided their, more privilcged. peers.. -

‘What is happening to-and with students

under the test- -prep system — and whatis"
. -happemng to their access to curriculum con-

tent —-'is complelely absent from consid=" o
“eration-under an accounting syqlcm that
“uses only one sét of indicators on which to
base administrative, economic, and instruc-.

' uonal decisions in'schools.

"Equally scrious-in-its.consequences is.

- the legacy ofinstitutionalizing the exter-

Sary resourccs, changc the teachmg. orin- -

vite discussions about the.sourcés. of. the

problem, In fact, the opposite occurs: the.

rise in scores is used to justify even more
TAAS-prep, cven more pep rallies; even

nalized authority overschools. Durmg the .

years of desegregation, there were public ',lhe “creative' or mtereslmg" part.of the
_cumculum Accordmg to-this mylh any.

good teacher or good-school will “go be-

discussions of the purposes of education,
the role of the school in the community,
and.the issue of who should be educated

and who should'govern access to and: pro-

vision for education: There were evende-

‘bnlcs over what constituted a public lan-
guage with:which.to. discuss public cdu-‘

cition.— the languages of cqunty, of ac-

"ddemlc quahty, and of community values
all intersected and. mutually:infored’ lhc,
‘highly. contcsted decisions regarding | means-’

‘tually hamiper. sludcms abxhly toleariv o 1o break: the. power.of segregation; When

read for meanmg In fact high school'stu- - education is govemed by an*accountabil-: .

~1ty sys}em, :these public: languagcs are -

subsumed undcr a narow; set of mdlcators,‘. ’
- thén ‘the- only vocabulary for: discussing
those practxcee and;policies and their-ef- -
fects on various groups of students is the

vocabulaxy of:the indicators - in this case,
scores on a single sét of tests.

* Behind the'test-scores and the: tcchm-
cal jpolicy debates, however, is'the grow-

ing.reality that the Texas system of cdu-
.cational 'zccounlabnlny is-harrning children,

teaching, ‘and thé content of-public school-

'mg Even more significant for the fong
.run, this system of testing is rcevr'mfymg
’ educauon by.race dnd Class: '

“The New Discrimination

The educational losses that a central-

ized, standardized system of testing cre-

ates for minority students are many. What
" such’youngsters are taught, how they.are .
-laught how their learning is assessed and
X represemed in school records, whatis omit-

ted from- their education — all-these fac-
tors are hidden in the system. of testing and
in the accountmg syslem that reports its

resulls The narrowing of the curriculum *

intest-prep schoolsis creating anéw. kind
of d:scnmmauon —one based-not on abla-

mmslranﬁcauon .of access to' knowledge -
-through Lrackmg, ‘butone that uses theap- -
pearance of-sameness to mask persistent’ .

incqualities.,

This maskmg shows up firstin the words

of well-meaning people who restratify ex-

pectations by afocus on “basics.” The myth-
_that-standardization produces sameness —

and therefore equity — is based on the no-
tion that standardization “brings’up the

‘bottom.” The idea is that everyone should

gelthc fundamentals. First, students have
o-“get the basics” beforc-they can get-to

yond the basics™ to provide:a creative, in-
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The apparent “sameness” of the test masks persistent
disparities-in children’s cona’ztzons of learnmg

teresting education.

There is mcreasmg evidence th'lt this.

focus-on “basics™ is being. applied to, mi-
nority children; who are viewed as “oth-

er people’s children: " If “those children™
- are: somehow different from “our chxldrcn

(who are getting the regular curriculum),
then they should be grateful for an edu-
cation that provides them for the first time
with the basics. But evidence from class-
rooms points out several flaws in the con-
structing of curriculum around the nceds
of-“those students” for-the basics,

First, students learn the “basics™ when

" they undertake purposeful instructional.ac-

tivities, when they have models.of think-
ing to emulate, and when they can see how
new skills can be applied-at the next lev-

el. The teachers in the schools in‘which I
-conducted case studies (heirs to Dewey and’

others) engaged:students’ minds so that they
could learn both the “basics™and the ideas
and knowledge that cannot be sequenced
in a lincar fashion because they are part
of an organic whole. Yet officials’ pride in

the TAAS system stems largely from the,

notion that, “for the first time, those stu-

_dents are getting the same education that
our students have been getting.” The same--
ness is false, because the resources: provid- -
ed to the schools of minority children and;
to the academic tracks in' which they are

frequently placed are dramatically inferior

tothose provided to the'schools and tracks.

of white, middle-class children. The ap-
parent “sameness” of the test masks these
persistent disparities.in the conditions of
learning that the children face.

That the political climate is becoming
more accepting of this patronizing charac-
terization of minority children was made
graphically clear atan event in which La-
tin6 students would be demonstrating:their
learning. A white corporate executive had

packaged curricula in Latino schools in-a
poor neighborhood, Each of the programs
was expensive, including classroom materi-
als, consultants to train the teachers to use
the materials, tests to evaluate the students’

mastery of the content, and soon. The cur- -

ricular programs, in math and reading, were
aimed at the “basics.”
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- The Latino children, dréssed in their Sun-
day best, filed in by grade level to demon:-
stratetheir skills in basic math'operations.

“The children’s parents and teachers were.
"seated in the large hall: Between the per-
4formances by groups of children; the cor--

porate executive would talk about the pro:
gram. After one group of children had ex-

"hibited their skills in adding, he looked

over the heads of the Latino parents to the
white corporate and community leaders
standing around the room and said, “Isn’t

this:great? Now, this may. s ‘not be.the math

you would want for your chlldrcn but for
these children — isn’t this just great?” His
remarks’ were met with smiles-and nods.
The pervasiveness of TAAS-prep as a
substitute for the curriculum in poor and
minority schools is legitimated by the tac-
it (and mistaken) understanding that for
such children rcpetmvc practice in test-

-drill woxkbooks may be better than what

they had before and is 'useful in raising
their test scores. '

Data arc beginning to emerge that doc-
ument the exactopposite. Ina compelling
study to be released this year, Walter Haney
has analyzed graduation rates of cohoris
of high school students from 1978 to the

ipresent. Using official data from the Texas -
Education Agency, Haney tracked ninth-

grade cohorts to graduation. In 1978, more
than 60% of black students and almost 60%
of Latinos graduated — 15% below. the av-

“erage graduation rate for whites. By 1990,

after four years of the Perot-era standacd-

-ization reforms, graduation rates for blacks,

Latinos, and whites had all dropped. By
1990, according to Hancy, fewer than 50%
of all black and Latino ninth-graders made
it to graduation. (The graduation rate for

- whites was more than. 70%:) The gap be-

tween minoritics and whites was widen-

.ing. By 1999, Hancy's data show that the .
sponsored-the implementation of several . white graduation rate had regained its 1978
level (around 75%). The graduation rate

for Latinos and blacks, however, remamed

below 50%.*
Standardnzghon may, through intensive

test-practice drills, “raise scores.” But stan- .
dardization has not enhanced children’s

learning. To those who would say that the
graduation rate is dropping because the

'TAAS is “raising the bar,” one must-answer
that to increase cut-off scores and make
no invéstment in cqun]mng educational re-
sources is no.-reform. Itis a crcauvc new.
form of dlscnmmauon

Masking Inequitics

The TAAS system of testing restrati-
fies access to knowledge inschools. It fur-
ther harms the education.of poor and mi-
nority youths by masking historical and
persistent inequities. When the precursor

~to TAAS was implemented in'the 1980s,

two rationales were given. First, it would
provide an “‘objective measurement” of the
curriculum. Second, according to a central
office administrator, it would ensure that
“Algebra 1 at [a poor, minority high school] -
is the same as Algebra I at [a suburban, .
middle- to upper-mxddl&class. mostly white.
high'school].” The imposition of the test-

based-curriculum, however, carried with it

-no new resources for the historically under-

resourcéd schools. Samencss, without mas-
sive investments at the under-resourced
schools, is achieved by “leve]ing down”
from the. top, if atall. It is a poor proxy
for equity. ~ |

The TAAS system of test-driven account-
ability masks the inequities that have for, -
decades built unequal structures of school-
ing in Texas. The investments in expensive
systems ‘of testing, test design, test con-

- tracts and subcontracts, training of teach-

ers and administrators to implement the
tests, test security, realignment of curricu-i
la with tests, and the production of test-
prep materials serve a political function
in centralizing control over education-and

-linking public education to private. com-
‘merce.® But these expenditures do; nothing
to reverse thé serious inequities that have-

widéned over time acrossthe state; In fact,

investments in the “accountability system”

are cynically seen to obviate the need for
new investments in the schools. Even more
cynical'is the inverting of investments re-
lated to accountability not to equalize re-
sources but to reward those whose scores
go up: the investment comes as a reward
for compliance, not as a means to ensure
educational improvement.
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" 1o Schooling about the pauperization of cer

interests:Inmuch the same way, the strati-*
. fying of academic resources in the name
of compliance withan accountability sy
‘tem is pauperizing many urban school

' sources.

- sumption’is that those who are calling

Meanwhile, scarce resoisrces at the school,
and district levels are being invested in those '
materials and activities that will raise scores,
not in curricula of lastingintellectualor. -
practical value to students. Experience ove
the past five years - the period in which ~

-principals-have:traded tenure for T, AAS-
“based performance contracts —- shows:that.

itis the historically under-resourced schools,
those serving the greatest-numbers of poor
and minority students, that have shifted their -
already scarce resourcesinto the purchase .
of test-prep materials., cL
Jean Anyori writes compellingly in Ghet-
traihcity Newark — the dwindling of neigh-.
borhood resources in all arcas of funding:

.and public goods — as whites left:those "

parts of the city.” The poverty of the peo-
ple and the institutions that remained was
a result of this pauperization by alliances’
of more powerful political and economic

which only serves to compound their ac-.
ademic insufficiencies, since they:arc:al-
ready academically weak and there is lit--
tle public will to. address their lack of re--

Accountable to Whom?
Accountability implies responsibility
to a higher authority: being heldto-ac-
count for orbeing obligated to account to.
Within the urban district I-have: studied’
and in the state of Texas, during the Perot.”,
reformsand at present, accountability has -~
been invoked to-locate. the problems of .-
schooling at the level of the lowest em-
ployees, the teachers. The iise of the word. ™
itself distracts from the historical inequi-
ties in funding, staff allocation, investment:
in materials, and social support from the’
broader community. By implying a-hier- ™
archy and a.culpability:at the bottom:of -
the system; such.calls for accountabilit
empower those who use theterm. The

accountability feel that they arc in control -
and that others (located beneath them) must.
answer to them:-A common feint s to claim .’
that “the public-demands accountability”™
— though; when the public has tried to de- -
mand accountability- in‘education,’it has. -
traditionally tried to make the top of the’.
education structure responsive 10 its par-

.-and ‘social conscience,

“ing of students as y{)ung_hurrhhn\beings’.

ficular schoo! and commiunity. ~ Furthermore, the reduction of students
" Fhe current accountability system bases . 10 test scores has two contradictory but
assessment of schools and:school person-  eq ally depersonalizing effects. First; the
ficl on childrén’s-test scores: Assystem of  -indivi i *social and col:
education that reduces student learning t
scores on a single'state test—and uses: -
thosé scores for stich’high¢stakes deCisions

laborative aspects.of learning: Second, in

nitive and intellectual development, in termis same school last year, but in-an urban set-
of growth, in terms of social awareness "ting there is no assurance that even half
nd ‘social consciént .in‘terms of social - of the children’are the $ame in two suc-
and émotional development. It is as if the: “céssive years. . - o

“whole.child” has become-4 stick figuré.. . The dccountability system likewise.de-
Upper-level'administrators who tell-prin- - personlizes teachers, flattening:any rep-
cipals not o speak about their studentsor  resentation of their particular practice in-
their programs éxcept in terms of TAAS."to the aggregate pass rates for their schools.
Scores are participating if the de-legitimat-  The role of principal hasbeen severely lim-
' ited; principals now have greater authority

Has Any Good Come out of TAAS?
ROFESSOR Larry Cuban of Stanford University provided a response
to the initial prescntations of these findings in the symposium on the
Moral and Historical hnplications for Prescriptive Teaching at the an-
nual meeting of the American Educational Research Association in San
Dicgo in 1998, Cuban inquired whether this research fit the category.
of “the study of unintended negitive consequences™ of a policy. If so,
he stated that that research tradition first required-an examination of

the intended positive consequences of the policy. Although 1 did not construe this
study to be in the tradition he described. his question prompted me to recxamine
the question of whether there had been positive conscquences of TAAS that were
not visible to me. To pursue this question, [ raised the issue with dozens of teach-
ers and 1 number of administrators during the year following the San Diego mect-
ings.
Administrators, if they felt they were being “intervicwed,” answered with test
score results (positive or negative). Inmore infi ormal conversation, they discussed
the pressures on them to produce test scores. Teachers tended to consider the ques-
tion naive. uninformed. or “unfriendty.” Their answers led me to an ever greater
understanding of many of tlie ncgative effects on reading and writing that I've al-
luded to here, . : v

The two most posilive responses not provided by central administrators or state
officials regarding the effects of TAAS on teaching and learning arc these, The
first example comes from a largely Latino community in South Texas that saw its
children's low TAAS scores as evidence that the state had neglected the school
system by claiming it fo be “satisfactory.” This community successfully tobbied
the state for additional funds. The second example comes from a middle school
teacher. She said. “Yes. there has been a positive effeet at our school from the
TAAS. There were some ESL [English as a second language] students who arc
now being taught math. They were getting almost no math instruction before.”
She paused and added, “But it's not real math. 16s just TAAS math, It's not the
math you'd want for your ki : S

I aum grateful to Larey Cuban for raising the question of positive effects, My
school-level investigations have shown isolated, individual positive effects, but
overwhelmingly generalized and widespread negative effects. — LMM
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reporting of scores; children are sub-
hosé scores for sichhighstal umed o dépersonalized, often medning |
as grade promotion arid high school grad-~ less, aggregates. A 75%:passing rate;at-a.
uation — rules ot the:possibility of dis- school this year may-appear. to be an.im--.
-cussing s;udent‘leMiﬁg in'terms of cog- -provement overa 66% passing rate at the
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to allocate resources for aclivities.aimed:

at raising test scores but:less dlscrcuonary

power to undertake other kinds of work in

their schools or to have that work recog-
nized.

The use of 2 languagc of - accountabrh-
ty also takes the discussion of public school-
ing away from the normal: hnguagc of fam-
ilies and communities. szen(s feel that thcy

have 10 master.a; jargonto understand: how. gl

their children are doing; teachers. fccl ‘mys- - X
-maynot be ncarly so'pe erse” as ‘the éf-

tlﬁed by the mathematical: formulas that
can turn known weak ‘schools into "'éxen)-
plary” ones, Parents report feeling: confused

by their children's TAAS report. sheets:.

Finally, “accoumablluy" is a closed sys-

-tem that allows no critigue. Thie only.ques-

tions about the system that generate a re-
sponse are those havmg o do-with tech~
nical aspects: Al what' pomt should: chil-
dren whose first language is not. English
have to take the reading. pomon of TAAS

in English? Are the test: quesuons valid?
., Are they culturally- biased? Isithe cut-off’

score for graduation'set too high ort06 low?
Quesuons bout technical tmkcnng are
tolerated.‘Andito all such questions, *thcrc
is one basic answer: more controls, If
is-lax security, the test materials mistbe

more tightly controlled."If scores are going -

up, then test prep must be working; If scores

are shppmg, then morc:test'prep - must be -
- needed. There is no acknowledgment afmong

district or state officialsithat the real.prob-
lemis not cheating by altering answer, shec(s
Instead, the real problein‘inherent i in.such

an-accountability system is that it severe-- .

ly undermines teaching and lednung. while
masking, problcms within the séhool..

The educational costs of standa.rdua-'

tion, then, include not only:the: difect im-
pacton teaching andlearning, but alsothe
high costs of compliance when complxancc

silences. professional expertise and mar-.
_students (scores were. recorded in. thcrr

ginalizes parental and.public discourse.
If the language of accountability. comes

to dominate public school-policy, it will

eliminate the means by which the. public

— parents and teachers and other citizens.

of a community — can challenge the sys-
tem of accountability. We have already. séen

"the harmful éffects of such & system-on,
curriculum and teaching. We have seenits .

tendencies to.crcate new forms of discrim-
mauon as.its control. mcchamsms reward
into the means of comphance rather than
toward improving the quality of education

— apervasive pattern inminority schools -

PHI DELTA KAPPAN

with.a history of low scores on standard-
ized-tests.

‘More than two dccades ago in. Leg:s-
lated: Leammg, Arthur Wise'warned- thiat

_ atlempts to legislate learning-and to leg--

islate teaching frequently have “perverse

- effects:” Hewas speaking of the kinds of -
e cffcc!s that-have been documcntcd in‘'the
: poor and mmonly schools dcscnbcd here

in their.responses to- the TA AS: And thc
ts within: schools and

fects witliin our system of democracy. be-

arning reduce: the. pubhc s possnbxl-

-ities for- retammgidcmocrauc g,ovcmancc

of scliools oncethe.controls‘are in:place.
One reason for this =—: mcnuoncd ‘above
— igthat an accountabrhty-bascd control -
syslem; because it isa closed: systcm struc-
tures-out pOSSlbllllleS for external-Criticism.
Thmughout the hnslory of pubhc school-

.mgmAmenca mamtammgour ‘democra:
cy'has beencited:as.the fundamemdl jus- .
- tification fonpubhc support of schools.
Education is essential for. effective citizen-
»:shxp"for playingan active role in.the eco:

mic,.cultural, and polmcal lifé of:the

‘ngtion. Democmcy has-been both the:real

reason for extending an education:to:all

_cluldmn ‘and = at time’s - the cover. story
: that masked'our failure to provrdc such an

cducatxon equitably..Even: ‘when the educa-

_'lxon we provndcd -was mcqultablc, it car-
'ncd such democratic slogans as
‘but equal 7 Give our democratic
the ways in-whichthe: languagc of’ account— -

[

‘separate
mge

dbility is dxsplacmg democratic dnscoursc

-,nccd to ‘be: carcfully exummed

bccn 1mplcmcntcd slowly and in. stagcs IS
Flrst came: statc tests that hcld almost no
.conséquence. ‘for:students; thcn came state

tests-that-held. modcmte conscqucnccs for

records but.not us¢d-for high- smkcs dccr-

: srons) Now the; System uses studcn(s Scores
" for:the cvaluauon of teachers; principals,

schools and evén drsl.ncts Students-who

‘have-beenin, school only during the past’
10 years (thchfc span‘of: the TAAS) know’
anothmg different 'Ibachers who have: taught _
for fewer thah 10 years'and who have not',
come in- from, another state assume’out- -

comes’ tcstmg to be'a sad but* ‘inevitable”

“feature of, schoolmg The. mcrcmcnml nor-.
ccountabnhty systcm sand
-thie-casual us€ 0 fits language-in conversa. -

mahzmg

tions about educauon can sllcncc criticism

‘these attempts:to' lchslatc and con- .

and stifle !hc polcnlnl to posc counter mod-
els and to envision alternative- possrbllmcs

“Thatiis the msrdnous power of the language

of accountability: to soundijustenough like
commion sense not to be recognized-as a
language meant to rcmfoncc unequal pow-
errclations.

Itis'only by understanding the differ-.

entialeffects of accountability.systems on
varicd { groups of students, on; teachers,.on

5. parénts, and on.communities that we can
know:whether thcy serve our childrenand .

our goals for pubhc education well. And
itis'only by going inside schools and in-

side classrooms that-we can beginto build”

level. :

These highly rauonahwd and technical
“systems-of schooling are béing touted as
very: bcncﬁclal for their-states and districts
e aftcr all, test scores are rising. When we
examine sich systems more closely, how-
ever, we may find that these benefits prove
t0 be short-lived and as artificial and inflat-
ed as the test scores produced by months

+ that understanding at a dccply mformcd:;

of test preparation. And we may‘also find.

gans:of “reform” can be truly seductive.
As_rc_scarchers and as citizens we need to
“logk behind those slogans and see what
effects our fancy systems are having on
the children,
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for students who are striving for highleve

Weaving. Gender Equity’ Handout &

The Equity Principle
_ (from the NCTM Standards)

Excellence in mathematics education requires equity—high expectations and strong support for

all students.

Making the vision of the Principles and Standards for School Mathematics a reality for all
students, prekindergarten-through grade 12, is both-an-essential goal and a significant challenge.
Achieving this goal requires-raising expectations for students’ learning, developing effective
miethods of suppoiting the learning-of mathematics by.all students,-and providing students and
teachers with'the tresOu‘r'(_i;':sﬁt_hey?tnéedl o ' WL
Educational equity-is a:core element of this vision. Allstudents, regardless. of their personal
characteristics, backgrounds, or physical-challenges, must have opportunities to study—-and
support to learn—mathematics. Equity. does ‘not:méan that every:stident should receive identical.
instruction; iﬁstead;.it»;demapd's'rthétre,’iavsoyn;i;blé::a_n;d"Xa‘pp‘r_opriaté accommodations be made as '

needed to promote access and attainment-for all'students.

Equity is interwoven with the other -Prihciplgs;All students need access each year to a coherent,
challenging mathematics curriculum taught by competent and well-supported mathematics
teachers. Moreover, students' learning and achievement should be assessed and reported in ways
that point to areas requiring prompt additional attention, Technology can assist in achieving -

equity and must be'accessible to all-students.

Equity réquires high» expcctali‘ons: and worthwhile opportunities for all.

The vision of equity in:mathematics education challenges a. pervasive societal belief in North
America that only some students.are capable of learning mathematics. This belief, in contrast to
the equally pervasive view that all students can and should-learn to read and write in English, »
leads to low expectations for too miany students. Low-éxpectations are especially problematic
because students who live inpoverty, students who are not native speakers of English, students
with disabilities, females, and many nonwhite students have traditionally-been far more likely

than their counterparts in other demographic groups to be-the victims.of low expectations.

Expectations must be raised—mathematics can and must'be learned-by all studeénts.

The Equity Principle demands that high expectations for mathematics learning be communicated
in words and deeds to all students. Teachers communicate expectations in their interactions with-
students during classroom instruction, through their comments onr students' papers, when
assigning students‘to instructional groups, thfo;@gh-the'pr‘esenccm,absence' of consistent support "
Is of attainiment, and-in their contacts with significant
adults.in a‘student's life. These actions, along with decisions and actions taken outside the
classroom to assign students to.different classes or curricula, also determine students'
opportunities to learn and influence students’ beliefs about their own abilities to succeed in
mathematics. Schools have an obligation to ensure that all students participate in a strong
instructional program that supportslheir-mafhcnjatics learning. High expectations can be
achieved in part with instructional programs that are interesting for students and help them'see -

the importance and utility of continued mathematical study for their own futures.

- Equity requires accommodating differences to help everyone learn mathematics.

Higher expectationsare necessary, but they are not 'spfﬁdicni to accomplish the goal of an
equitable school mathematics education.for all students. All'students should have access to an
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excellent and equitable mathematics program that provides solid support for their learning and is
responsive to their prior knowledge, intellectual strengths, and personal interests.

Sonie students may need further assistance to meet high mathematics expectations. Students who
are not native speakers of English, forinstance, may need special.attention to-allow-them to
participate fully in classroomdiscussions. Some of these students may dlso-need assessment
accommodations. If their understanding is assessed only.in English, their mathematical

proficiency may not be accurately cvaluated. o : v
Students with disabilitics may need increased time to.complete assignments, or they may benefit

from the usc.dforal rather-than written assessments. Students who have difficulty in mathematics
may need additional resources, such as after-school programs; pcer mentoring, or cross-age
tutoring. Likewise, students with special interests or exceptional talent in mathematics may need

-enrichment programs or additional resources to challenge and-engage them: The talent and

interest of these students mustbe nurtured and supported so that they have the opportunity and
guidance to excel. Schools.and school systems must take care to-accommodate the special needs

of some students without-inhibiting the learning of others.

Technology can help achieve cquity in the classroom. For example, technological tools and
environments can give all students, opportunities » to explore complex problems and
mathematical ideas, can furnish-structured tutorials to students needing additional instruction and
practice on skills, or can link students in rural communities to instructional opportunities or
intellectual resources not readily available in their locales. Computers with voice-recognition or
voice-creation software can-offer teachers and peers access to the-mathematical ideas and
arguments developed by students with disabilities who would otherwisc be unable to sharc their
thinking. Moreover, technology can be effective in attracting students who disengage from
nontechnological approaches to mathematics. It is important that all students have opportunities
to use technology in appropriate ways so that they have access to interesting and important
mathematical ideas. Access to technology must not become yet another dimension of educational
inequity. : '

Equity requires resources and support for all classrooms-and all students.
Well-documented examples demonstrate that all children, including those who have been
traditionally underserved, can learn mathematics when they have access to high-quality

- instructional programs.that support their learning (Campbell 1995; Griffin, Case, and Siegler

1994; Knapp.et al. 1995; Silver and Stein 1996). These examples should become the norm rather
than the exception in-school mathematics education. :

Achieving equity requires a significant allocation of human and material resources in schools
and classrooms. Instructional tools, curriculum materials, special supplemental programs, and the
skillful use of community resources undoubtedly play important roles. An even more important
component is the professional development of teachers. Teachers need help to understand the
strengths and needs of students who come from diverse linguistic and cultural backgrounds, who
have specific disabilities, or who possess a'special talent and-interest in mathematics. To
accommodate differcnces among students effectively and sensitively, teachers also necd to
understand and confront their own belicfs and biases.
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